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ABSTRACT

A HANDBOOK FOR FIRST GRADE CHILREN'S LITERATURE:
A TEACHER'S GUIDE TO PRE-READING COMPREHENSION STRATEGIES
FOR THE
SECOND LANGUAGE LEARNER

by

Tiffany Lynn Wise
July 2002

Relevant literature pertaining to reading, reading comprehension, comprehension
evaluation, characteristics of readers, findings regarding strategy instruction and its use
on comprehension, and specific pre-reading strategies was studied. The need for
second language learners to receive comprehension strategies in order to develop
schemata, activate prior knowledge, and develop meaning for unknown vocabulary was
noted. Teaching specific reading strategies to increase the second language learner's
comprehension of a text was emphasized. A handbook of pre-reading strategies to be
used with first grade learners was created for teacher use. The handbook outlines each
pre-reading strategy, its purpose, and the procedure to follow when teaching it. The
handbook also provides a mini-lesson connected to a piece of children's literature for
each pre-reading strategy. Black line masters also accompany each mini-lesson where
applicable.
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Chapter One
Background of the Study

Introduction

'.Teachers are facing new challenges as second language learners enter their
classrooms in greater numbers. According to the 1993-94 Schools and Staffing Survey
(National Center For Education Statistics, 1997), over 2.1 million public school students
in the United States are identified as English Language Learner (ELL) students. More
recently, the Office of Bilingual Education and Minority Languages Affairs (2000)
reports that 2.8 million elementary and secondary students in the United States are
English Language Learners (ELL). ELL students account for 5 percent of all public
school students and 31 percent of all American Indian/Alaska Native, Asian/Pacific
Islander, and Hispanic students enrolled in public schools. American elementary and
secondary schools have seen a 100% increase in students of limited English proficiency
in the past decade and the trend is expected to continue (Office of Bilingual Education
and Minority Languages Affairs, 2000).
The October 1999 Current Population Survey reported that one in five elementary
and high school students had at least one foreign-born parent in 1999. More specifically,
65% of Hispanic students had foreign born parents (U.S. Census Bureau, Current
Population Survey, 1999). The 1990 census determined that over 17 million individuals
living in the United States speak Spanish as their native language (Jimenez, R.T., Garcia,
G.E., & Pearson, P.D., 1996).
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In Washington, the Office of the Superintendent of Public Instruction (OSPI,
1999) reports that as of an October 1999 headcount, 5.5% of students enrolled in school
participate in a transitional bilingual program and 3 .0% are enrolled in migrant programs.
In Grandview School District, the district in which the author teaches, 15.7% of its
enrolled students are in transitional bilingual programs and 19.3% of its students are
enrolled in migrant programs.

Statement of the Problem
Public schools are struggling to provide for the instructional and educational
needs that the English Language Learner (ELL) brings to the classroom. Teachers often
do not have the appropriate training to teach ELL students. According to the 1993-1994
Schools Staffing Survey, thirty percent of public school teachers instructing English
Language Learner (ELL) students have received training for teaching ELL students. Less
than 3 percent of teachers with ELL students have earned a degree in English as a Second
Language (ESL) or bilingual education (National Center for Educational Statistics, 1997).
Many ESL students spend most of their day in regular education classrooms with
teachers who have little or no understanding of how to teach ESL students (Fitzgerald,
1995, Freeman & Freeman, 1993).
The number of students whose primary language is not English and are enrolled
in public schools is on the increase. In California alone, about 50% of all students have a
primary language other than English. Despite the schools increased experience with
language minority students, the academic achievement of language minority students has
not kept pace with the achievement of English-speaking Caucasians (Fitzgerald, 1995).
According to the October 1999 Current Population Reports, the annual high school
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dropout rates of Hispanic students (7 percent) were higher than that of white nonHispanic students (4 percent) (U.S. Census Bureau, Current Population Survey, 1999).
The term "dropout rate" is defined as an estimate of the proportion of students who drop
out of school in a single year.
In addition, schools with 20 percent or more minority students and 20 percent or
more students receiving "free or reduced-priced lunches" are also more likely to enroll
ELL students (National Center for Educational Statistics, 1997). According to the
October 1999 headcount reported by the Office of the Superintendent of Public
Instruction (OSPI), thirty one percent of Washington State students receive free or
reduced lunch. Within the author's district, 69% of all students enrolled receive a free or
reduced lunch, 77% belong to a minority group, 15.7% are transitional bilingual students,
and 19.3% are migrant students. Even more specifically, at the school in which the
author teaches, 82.4% of the students enrolled receive a free or reduced lunch and 79% of
the students belong to a minority group (76.7% Hispanic) (Office of the Superintendent
of Public Instruction, 1999).
ELL students have been identified as one of the largest and most rapidly growing
groups within our total student population (Ramirez, 2000). "Yet, LEP (Limited English
Proficient) students, especially those with Spanish as their primary language, are twice as
likely to be below the reading level of their White or Asian American peers ... Hispanic
students, especially those who are ELL, consistently are among those with the lowest
levels of literacy ... While bilingualism in of itself is not seen as the cause of reading
difficulties, the relationship of speaking two or more languages to reading development
in these different languages is not understood" (Ramirez, 2000, p. 1)

3

In addition, the question of the extent to which bilingualism is a contributing
factor to reading difficulties has been further demonstrated by the report "Students from
homes in which English is not the dominant language: Who are they and how well do
they read?" put out by the National Assessment of Educational Progress (NAEP, 1982).
The NAEP compared white, black, and Hispanic individuals who spoke languages other
that English. "The authors found that the white second-language speakers scored, on
average, only 1 percentage point below the national average and 5 percentage points
below native English-speaking white students. Black second-language speakers scored
26 points below the national average and 14 points below native English-speaking black
students. Hispanic students fell in between scoring 9 points below the national average,.
the same as English-speaking Hispanic students. The report further noted that the
academic achievement of English language learners was influenced by socioeconomic
status, and the type of school in which they were enrolled (low-income urban or
advantaged private school)" (Barrera & Jimenez, 2000).
Due to the multi-faceted experiences and factors second language learners bring
to the classroom "teachers ... who work in multilingual classrooms, are faced with the
challenge of implementing new ways to teach reading with some or many students whose
English proficiency is limited, and whose background knowledge and experiences are
very different from the characters in the stories they are asked to read. To ensure that
their students develop the literacy they need, teachers need guidelines for effective
practices they can use to promote literacy development for all their students" (Freeman &
Freeman, 2000, p. 8).
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Upon reflection of the research cited and the evident needs of the current
population served within the author's district, a more informed instructional approach is
needed to appropriately serve the second language learner. In order to begin this process,
a basic foundation of effective instruction for second language students must be
established. Effective reading (comprehension) instruction for second language students
was chosen as a beginning base for this foundation. Grabe (1991) states "reading is
probably the most important skill for second language learners in academic contexts" (p.
375).

Statement of the Purpose
The purpose of this project is to address the educational needs of the second
language learner by designing a handbook to be used with children's literature in the 1st
grade. The handbook, entitled "A Handbook for First Grade Children's Literature: A
Teachers' Guide to Pre-Reading Comprehension Strategies for the Second Language
Leamer" promotes pre-reading strategies focused on vocabulary and schemata building
strategies that will increase the comprehension of second language learners.

Significance of the Project
As reported earlier, the author's school and district is constituted by a majority of
students who receive free and reduced lunch, belong to a minority group (predominately
Hispanic), and have a primary language other than English. The 1998 NAEP reading
assessment collected information on students who were eligible for federally funded free
or reduced lunch. At all three grades, students who were eligible for free and reduced
lunch programs had a lower average reading score than students who were not eligible for
the program. In addition, White students had a higher average reading score in all three
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grades in 1998 than did Hispanics, Blacks, or American Indian students (U.S. Department
of Education, 1999).
More specifically, the WASL scores in reading within Washington reflect the
same trend in reading achievement across minority groups (OSPI, 1999). Among fourth
grade students, only 31.3% of Hispanic students passed the WASL in 1999-2001 in
comparison to 65.3 % of white students and 59.5% of Asian students who passed. In the
author's district, only 20.1 % of Hispanic students passed in comparison to 53.2% of
White students who passed.

Limitations of the Study
The supplemental handbook in this project was specifically designed just for first
grade students. It also focuses on the children's literature used within the author's school
district at that particular grade level. An emphasis was placed on pre-reading
comprehension strategies in an effort to address second language learners' difficulty in
developing prior knowledge, schemata, and vocabulary. As a result, during-reading and
post-reading strategies are not included in this handbook.
In addition, the author assumes the holistic definition of reading rather than the
traditional definition of reading which breaks reading into sub-skills, in which
comprehension is only one sub-skill. The holistic definition identifies comprehension
and "making meaning" as an interactive process between the reader and the text. This
definition presumes that in order to achieve comprehension of a text many elements must
be working together in order to achieve the end goal which is meaning (Widomski, 1983;
Harris & Hodges, 1995). Thus, the strategies presented and lessons created in the
handbook will reflect only the holistic definition of reading.
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Definition of Tenns
Bilingualism.

The use of two languages on a regular basis (Jimenez, R.T., Garcia, G.E., &
Pearson, P.D., 1996).
Comprehension Strategy.

In reading, a systematic sequence of steps for understanding text (Hanis &
Hodges, 1995).
ESL.

Acronym for English as a Second Language. It is often used to describe students
whose native language is other than English (ESL) (Garcia, 1991).
ELL.

Acronym for English Language Leamer. It is often used to describe students
whose native language is other than English.
Informal Reading Inventory (IRI).

The use of a graded series of passages of increasing difficulty to determine
students' strengths, weaknesses, and strategies in word identification and
comprehension (Harris & Hodges, 1995).
LI.

Used in professional journal articles on language to denote person's first language
(Argulewicz & Sanchez, 1982).

L2.
Used in professional journal articles on language to denote a person's second
language (Argulewicz & Sanchez, 1982).
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Metacognition.
Awareness and knowledge of one's mental processes such that one can monitor,
regulate, and direct them to a desired end (Harris & Hodges, 1995). What readers
know about themselves, the task of reading, and various reading strategies
(Jimenez, R.T., Garcia, G.E., & Pearson, P.D., 1996).

Pre-reading.
Referring to activities engaged in immediately before the reading act, as giving
the background of a story or having students identify purposes for reading (Harris

& Hodges, 1995).

Prior Knowledge.
Knowing that stems from previous experience (Harris & Hodges, 1995).

Second Language.
A language acquired after the first language; one that is not the language spoken
in the home or home culture (Wong Fillmore, 1991).

Self-monitoring.
The conscious awareness of the progress of the text, marked by rereading and
reflection (Harris & Hodges, 1995).

Semantic Feature Analysis (SFA).
In vocabulary instruction, the use of a grid or matrix with target words on the
vertical axis and possible features or attributes on the horizontal axis to determine
relevant meaning relationships (Harris & Hodges, 1995).
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Semantic Mapping.
A graphic display of a cluster of words that are meaningfully related (Harris &
Hodges, 1995).

Schema.
A system of cognitive structures stored in memory that are abstract
representations of events, objects, and relationships in the world (Harris &
Hodges, 1995).

Schema Theory.
A view that comprehension depends on integrating new knowledge with a
network of prior knowledge. Reading is seen as an active process of constructing
meaning by connecting old knowledge with new information encountered in text
(Harris & Hodges, 1995).

Think-aloud.
In literacy instruction, a metacognitive technique or strategy in which the teacher
verbalizes aloud while reading a selection orally, thus modeling the process of
comprehension (Harris & Hodges, 1995).

Vocabulary Development.
The growth of a person's stock of known words and meanings. The teachinglearning principles and practices that lead to such growth (Harris & Hodges,
1995).

Overview of the Remainder of the Project
Chapter Two is a review of the relevant literature pertaining to reading, reading
comprehension, comprehension evaluation, characteristics of readers, findings regarding
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strategy instruction and its use on comprehension, and specific pre-reading strategies.
Chapter Three describes the procedures undertaken to develop this project. Chapter Four
is the project itself: an overview of research supporting instruction in specific pre-reading
strategies which build vocabulary, schemata, and activate prior knowledge, specific
lesson plans to introduce those strategies, practice lessons for each pre-reading strategy,
and an annotated bibliography of children's literature. Chapter Five consists of a
summary, conclusions, and recommendations by the author.

(
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Chapter Two

Review of the Literature

Introduction
Reading, in its simplest terms, is defined as the act of a reader interacting with the
text. Great controversy surrounds the definitions of reading and reading comprehension.
To some, comprehension is only one aspect of reading. Without the ability to decode,
scan, and vocalize the print on the page, reading is not achieved (Johnston, 1983). Yet
others do not believe that "true" reading has taken place unless comprehension of the
material has been accomplished even if the reader is able to decode and vocalize the print
on the page. Comprehension has been referred to as the "essence of reading" (Durkin,
1993). If comprehension is absent, so is reading.
The rest of this chapter will address relevant research pertaining to reading,
reading comprehension, comprehension evaluation, characteristics of readers,
characteristics of bilingual readers, findings regarding strategy instruction and its use on
comprehension, useful strategies for the Second Language Learner (L2), pre-reading
comprehension strategies, and guidelines for teaching first language (Ll) and Second
Language (L2) students. More specifically, reading comprehension will be defined, the
characteristics of good and poor readers will be outlined, and the importance of building
schemata and background knowledge will be discussed.

Definition of Reading Comprehension
Historically, two different positions regarding the definition of reading
comprehension have existed. The traditional school of thought views comprehension as a
11

sub-skill of reading (Widomski, 1983). For example, in an effort to subdivide component
skills of reading, certain researchers have proposed six general reading component skills
and knowledge areas. The six components generated are as follows:
1) Automatic recognition skills, 2) vocabulary and structural knowledge, 3) formal
discourse structure knowledge, 4) content/word background knowledge, 5) synthesis and
evaluation skills/strategies and 6) metacognitive knowledge and skills monitoring (Grabe,
1991).
Those that subscribe to the opposite school of thought view reading as a holistic
process. "Advocates of the holistic view argue that reading is a meaning based process"
(Widomski, 1983). Reading comprehension is a construction of meaning of a written or
verbal communication through a reciprocal, holistic interchange of ideas between the
interpreter and the message in a particular communicative context (Harris & Hodges,
1995). The National Reading Panel (2000) comprehensively surveyed reading research
as a whole and identified comprehension as an active process that requires an intentional
and thoughtful interaction between the reader and the text. The reader is able to make
meaning through interaction between the text and their own personal background
knowledge. The ability to successfully infer the author's intended meaning is based upon
the reader's ability to use their own prior knowledge and the writer's cues in an
interactive manner. "The total of all interrelated and integrated experiences that define a
reader's prior knowledge represents the schemas/he brings to the text. These
experiences impose a structural framework, or cognitive base, unique to each reader"
(Widomski, 1983, p. 306). Holistic proponents believe that the meaning of or ability to
read individual words cannot be compiled to create a meaning of the whole.
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Comprehension only occurs when the reader includes schema while interacting with the
text to create the "whole message" (Harris & Hodges, 1995).
Schemata serve two important functions during comprehension. It provides a
framework for classifying concepts and it allows learners to fill in gaps not completely
specified in the text (Pearson, P.D., Hanson, J., & Gordon, C., 1979). Anderson,
Reynolds, Schallert, and Goetz (1977) present a good example of the role schemata plays
in comprehending text. They asked music students and physical education students to
interpret the same passage that contained ambiguous words such as play, score, and
arrangement. Music students tended to interpret the passage as a discussion of an
ensemble. The physical education students interpreted the passage as a card game.
Throughout the project, the author will defer to the holistic definition of reading
comprehension. The author will consider that reading is defined when "meaning resides
in the intentional problem-solving, thinking process of the interpreter during ... an
interchange, [and] that the content of meaning is influenced by that person's prior
knowledge and experiences, and that the message so constructed by the receiver may or
may not be congruent with the message sent" (Harris & Hodges, 1995, p. 38-39).

Evaluation of Reading Comprehension
The movement to define reading and reading comprehension as a holistic process
created a new need for new ways to evaluate the reader's ability to gain meaning from the
text. "Older assessments emphasized the memorization and recall of passages, and
included questions whose answers were usually stated explicitly in the text and test items
purporting to assess subskills in comprehension ... " (McNeil, 1992, p. 203).
Assessments of reading comprehension have traditionally included multiple-choice
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questions and sentence completion items whose aim is specific parts of grammar and
vocabulary (Bensoussan & Ramraz, 1984). In addition, older assessments of reading
comprehension required a single right answer, no allowance for prior knowledge or
purpose for reading, and literal and limited-inferential questions (McNeil, 1992). For
.. example, traditional comprehension tests have included diagnostic tests, group
standardized tests, and informal reading inventories (Irwin, 1991).
Assessment that address the definition of reading as a holistic process are based
on an interactive view in which the reader constructs meaning through the interaction of
clues left by the author and the prior knowledge the reader has brought to the text. The
use of metacognitive strategies are encouraged, prior knowledge and the purpose for
reading are considered in the reader's response, and application and text-implicit
questions are posed in assessments that define reading and comprehension as a holistic
process (McNeil, 1992). Examples of these types of assessments are retelling and
responding, self-reporting, portfolios, and modified cloze tests. Irwin (1991) suggests
that teachers have the opportunity to observe each student's comprehension ability in a
variety of different situations in the form of informal assessments.

Characteristics of Readers
Researchers have used the various methods of holistic assessments to evaluate the
activities and strategies engaged in by "good readers" in contrast with those of "poor
readers" (Paris & Myers, 1981; Garner, 1980; Fritzgerald, 1995 & Grabe, 1991). In
addition, the reading strategies of bilingual students who are successful English readers
have also been evaluated (Jimenez R.T., Garcia, G.E., & Pearson, P.D., 1996; Frizgerald,
1995 & Grabe, 1991). The research regarding the strategies engaged in by good readers
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and poor readers will be outlined first. A review of research regarding reading strategies
utilized by successful bilingual students will follow.
The research supports the view that those who monitor their reading
comprehension, adjust their reading rates, and consider their objectives tend to be better
readers (Grabe, 1991). The difference in reading performance is correlated with the
reader's ability to use comprehension-monitoring skills in an accurate manner (Paris &
Myers, 1981). Paris and Myers (1981) found that good readers used comprehension
strategies more frequently than poor readers. Good readers used strategies to relate
meaning to new words; poor readers were more concerned with how to pronounce a
specific word than its meaning. Kucer (2001) states that less proficient readers
"overutilize graphophonemics and have difficulty making use of context, they also
believe that each word must be read correctly (p. 128). Also, poorer readers were less
able to distinguish between the use of negative strategies and positive strategies when
attempting to comprehend a text. For example, poor readers rated the strategy of saying a
word over and over again as useful.
Poorer readers were also less able to notice inconsistencies in a text and employ
strategies to make these inconsistencies understandable (Garner, 1980). He states that the
"lack of attention to incoming inconsistencies might mean almost certain failure to adjust
the processing strategy. As a result, lack of attention to glaring gaps or blatant
inconsistencies might occur because of a history of print's making only minimal sense to
a reader" (Garner, 1980, p. 61).
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Characteristics of Bilingual Readers
Researchers have also studied what factors make some bilingual readers
successful English readers. Successful bilingual readers were found to identify
comprehension problems and then use a variety of strategies to resolve the
comprehension problems. These readers relied on strategies that involved prior
knowledge, questioning, using context, inference and monitoring (Jimenez R.T., Garcia,
G.E., & Pearson, P.D., 1996; Kucer, 2001). For example, Block (1986) found that a nonproficient bilingual reader used fewer strategies than the native speaker and did not know
what action to take when a comprehension problem was identified.
Successful bilingual readers also focused more attention on unknown vocabulary
than did successful monolingual readers. They used a variety of strategies to create
meaning of unknown vocabulary by using context, relevant prior knowledge,
questioning, inferencing, searching for cognates, and translating (Jimenez et al., 1996).
"While bilingual students need to know everything about learning vocabulary that
monolingual students do, they may also need to be aware of additional resources they
possess, and special problems they face as second-language learners ... When the
meanings of unknown words are deemed necessary for comprehension, bilingual readers
will need appropriate strategies for making sense of them" (Jimenez, et al., 1996, p. 106).
As a whole, Fitzgerald (1995) reports that more proficient bilingual readers engage in the
following: a) better use of vocabulary knowledge, b) use a greater variety of
metacognitive strategies and use selected strategies more frequently, c) take more action
to solve miscomprehension and check solution to problems more often, d) use
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psycholinguistic strategies that are more meaning-oriented, e) use more schema
knowledge, and f) make better and/or inferences.
The more the second-language readers know about reading affects the way they
read and their reading behavior (Carrell, 1989). Depending on the perceived difficulty of
the task (the language of the text), successful bilingual readers adjust their approach when
reading (Jimenez, R.T., Garcia, G.E., & Pearson, P.D, 1996). Second language readers
bring their knowledge of the reading process in their native language and apply this
knowledge when approaching specific language features of the second language in text.
The development of strategy use does not "seem to depend on the language-specific
features ... Results ... suggest that there is some connection between strategy use and
the ability to learn" (Block, 1986, p.485).

Research Findings Regarding Strategy Instruction/Use on Comprehension
Irwin (1991) extends the definition of reading comprehension to include the use
of reading strategies. He states the following:
Comprehension can be seen as the process of using ones own prior experiences
and the writer's cues to construct a set of meanings that are useful to the
individual reader reading in a specific context. This process can involve
understanding and selectively recalling ideas in individual sentences
(microprocesses), inferring relationships between clauses and sentences
(integrative processes), organizing ideas around summarizing ideas
(macroprocesses), and making inferences not necessarily intended by the author
(elaborative processes). These processes work together (interactive hypothesis)
and can be controlled and adjusted by the reader as required by the reader's goals
(metacognitive processes) and the total situation in which comprehension is
occurring (situational context). When the reader consciously selects a process for
a specific purpose, that process can be called a reading strategy. (p. 9)
The success of a "good" reader is due to his/her ability to utilize reading strategies
to identify unknown vocabulary, activate prior knowledge, employ schemata, and to take
action in order to solve inconsistencies and miscomprehensions (Fitzgerald, 1995,
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Langer, J.A., Bartolome, L., Vasquez, 0., & Lucas, T., 1990, Block, 1986, & Grabe,
1991). "Beyond the necessity for a basic (but limited) knowledge of English, the
student's abilities to use good meaning-making strategies made a difference in how well
they comprehended- in both English and Spanish" (Langer, J.A., Bartolome, L.,
Vasquez, 0., & Lucas, T., 1990, p. 462).
Students were shown to benefit from direct instruction in specific strategies.
These strategies assisted them in word recognition, infening meaning of unknown words,
and synthesizing the meaning of larger texts (Kern, 1989). Formal instruction in the
application of comprehension strategies has been shown to be highly effective in
enhancing comprehension and understanding of a text (National Reading Panel, 2000).
"Virtually all the strategies used in the research led to significant improvements in the
targeted comprehension skill" (Gersten & Carnine, 1986, p. 75).
Kern (1989) also reported that vocabulary knowledge is a major problem for
second language (L2) readers. Providing students with strategies to aid in making
meaning of unknown words was found more beneficial than teaching long lists of
vocabulary.
In addition, schema theory has also "provided a strong rationale for both prereading activities and comprehension strategy training" (Grabe, 1991, p. 390). Schema
theory asserts that comprehension is an interactive process between the text being read
and the reader's background knowledge. In order to successfully comprehend the text,
the reader must be able to relate the information being presented in the text to his/her own
knowledge (Carrell, P. L., Eisterhold, J.C., 1983). The lack of prior knowledge and
schema activation has been found to create processing difficulty in second language
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learners (Carrell, 1988). Research has also found that activating content information has
an impact on the student's comprehension and recall of information from a text (Carrell,
1987).
Findings indicate that background knowledge can overcome the linguistic
deficiencies found in L2 readers (Hudson, 1982). Students are able to maximize what
they know by calling on available prior knowledge in order to create meaning from a text
(Langer, J.A., Bartolome, L., Vasquez, 0., Lucas, T., 1990). "The major implication to
be drawn from this research is that students need to activate prior knowledge of a topic
before they begin to read. If students do not have sufficient prior knowledge, they should
be given at least minimal background knowledge from which to interpret the text"
(Grabe, 1991, p. 390).

Useful Strategies for Second Language Learners (L2)
"Research in first and second language contexts has demonstrated that reading
strategies can be taught and that students benefit from such instruction. When strategic
reading is integrated into instruction, students' progress in their abilities to use strategies
while reading, they arrive at a richer understanding of text meaning, and their
performance on tests of comprehension and recall improves (Janzen & Stoller, 1998, p.
251). Grabe (1991) stresses that the particular skills and strategies used in the classroom
must depend on the educational contexts, student needs, and the teaching objectives of
the classroom. "Certain strategies or clusters of strategies are linked to particular
language skills or tasks. For example, L2 writing, like Ll writing, benefits from the
learning strategies of planning, self-monitoring, deduction, and substitution. L2 speaking

(

demands strategies such as risk-taking, paraphrasing, circumlocution, self-monitoring,
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and self-evaluation. L2 listening comprehension gains from strategies of elaboration,
inferencing, selective attention, and self-monitoring. While reading comprehension uses
strategies like reading aloud, guessing, deduction, and summaiizing" (Oxford, 1994, p.23). Bialystok (1981) states that the language task involved determine which of the
strategies to be used is the most beneficial. The strategies chosen to be taught should be
immediately applicable to reading and learning being done in the classroom. The teacher
should read the text through the eyes of his/her students in order to identify the most
appropriate strategies to teach as well as the locations in the text where those strategies
can be employed (Janzen & Stoller, 1998). When reading through "the eyes of her
students" a teacher must identify potential problem areas in the text for the L2 reader.
For example, in the story "Henry's Wrong Tum written by Harriet Ziefert (1989),
vocabulary terms such as tugboat, captain, ferry boat, Statue of Liberty, Coast Guard,
commuters, and Verranzo Narrows Bridge are all terms that L2 students may lack
familiaiity with. In Henry's Wrong Tum, the teacher would also have to identify parts of
the story in which students must infer meaning from the context. The teacher would then
have to build the students' schemata and teach strategies to increase their ability to make
meaning of the text when they read it.
Janzen and Stoller (1998) state that there are a wide range of strategies that have
been deemed successful by research. Asking questions, using knowledge of text
structure, connecting text to background knowledge, summaiizing, monitoring text
meaning, predicting and checking predictions, and rereading are just a few successful
strategies mentioned by Janzen and Stoller. Padron (1992) states that students who are
given reciprocal strategy instruction actively participate in making predictions which
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activates their prior knowledge. Barrera and Jimenez (2000) presented findings from a
series of focus group interviews with teachers of Latino children. "Teaching and
organizational strategies identified as promoting both Latino children's Ll and L2
literacy learning included cooperative grouping hands-on activities, building on students'
prior knowledge, and the use of writing as support, among others" (Barrera & Jimenez,
2000). In addition to teaching L2 students what strategies to use, research also suggests
that L2 readers must be taught how to apply the strategies successfully (Anderson, 1991).
The Cognitive Academic Language Learning Approach (CALLA) is an
instructional method that was developed to prepare English Language Learners (ELL) to
participate in mainstream instruction (Chamot & O'Malley, 1987). This instructional
method also addresses strategy instruction as an important element in teaching ELL
students. "Studies in learning-strategy applications indicate that students taught to use
new strategies can become more effective learners. In a recent experimental study,
second language learners were taught to use learning strategies for vocabulary, listening,
comprehension , and formal speaking tasks using academic content" (Chamot &
O'Malley, 1987, p. 239).

Pre-reading Comprehension Strategies
"The effective use of reader schemata is the only reading strategy to have
occasioned extensive L2 research: studies show that both activating appropriate
schemata (content-oriented, cultural, or rhetorical) and providing necessary background
information help L2 readers comprehend more" (Barnett, 1988, p. 151). Many prereading strategies focus on building schemata and developing prior knowledge and
vocabulary.

"By supplying or activating background knowledge, and by introducing
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and giving practice in appropriate reading strategies, teachers can help second language
readers interact with a text as fluent readers do" (Bamford & Day, 1998). Barnett (1988)
states that pre-reading activities such as brainstorming for appropriate background
knowledge or imagining text content from a title or illustrations will help readers develop
successful strategies. Specifically, instruction in pre-reading comprehension strategies
provide the following (Vacca & Vacca, 1999): 1) motivation to the reader, 2) building
and activation of prior knowledge, 3) introduction to key vocabulary, and 4) development
of metacognitive awareness of the task demands during the reading of the selected text.
Pre-reading strategies that help second language learners develop prior
knowledge, activate schemata, and develop vocabulary are as follows: teacher talk,
structured overviews, preview guides, anticipation guides, semantic maps, graphic
organizers, quick-writes,journal writing, K-W-L, semantic feature analysis, and
interactive vocabulary-learning (Spangenberg-Urbschat & Pritchard, 1994, Peregoy &
Boyle, 2001, & Vacca & Vacca, 1999).

Teaching First Language (Ll) and Second Language (L2) Students
When implementing instruction of reading strategies, teachers must be aware of
similarities and differences in teaching Ll and L2 students. The best practices of
instruction in Ll learning environments can often be just as beneficial for L2 students.
But there are additional guidelines to be followed when teaching students who are
learning to read in their second language.
Before first language learners (Ll) enter the school system, they have already
learned an average of 5,000 to 7,000 words. As a result of constant exposure to the
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language, they also have sense of grammatical rules that apply to the language (Grabe,
1991).
"Ll learners are continuously surrounded by their vernacular language. In the
typical South Pacific family, children will be exposed to over 40,000 hours of
their home language by the end of six years of schooling. By contrast, at most,
there will be only 3,000 hours of English instruction. Other things being equal,
any strategy which can reduce this gap would also reduce the obvious disparities
which exist in competence levels (Biley, 1983, pp. 54-55.)"
Hudelson (1984) reports on six general recent research findings regarding second
language development. Hudelson states (in Finding/Generalization 3) that reading
comprehension in a second language is influenced by background knowledge, schemata,
and the reader's cultural framework just as reading is in a first language. She suggests
that teachers should choose reading materials that correspond with the cultural
background of the student. If the student is asked to read material that is unfamiliar,
teachers should take time to build background knowledge before reading. To build
background knowledge, Hudelson suggests that teachers create a form of the real
experience or utilize instructional strategies such as key words or language experience
stories.
Teachers can also increase the second language learners chance for success by
organizing around a central theme that builds on their. background knowledge and
experiences (Freeman & Freeman, (2001). "Organizing around themes is especially
important for underschooled students because all areas of the curriculum are interrelated
and vocabulary is repeated naturally in different content areas. When the content draws
on the students' background and they can make sense of it, students are more engaged
and thus their experience leads to success" (Freeman & Freeman, 2001).
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Biley (1983) outlines the differences in teaching Ll versus L2 students in five
basic areas. He states that L2 learner already has a perfectly good language to utilize
when communicating his/her needs. Thus the teacher must often employ extrinsic
motivation to encourage the L2 student to learn and read the new language. Biley also
states that L2 learning often emphasizes form, practice, and repetition instead of a focus
on conveying and receiving meaning as in Ll learning. He states that by teaching
through the use of high-interest children's literature, an intrinsic motivation will be
provided to the student by emphasizing meaning rather than fmm. Hudelson (1984) also
emphasizes the importance of using picture books as a stimulus for the ESL learner. She
suggests that when using wordless picture books, students are more able to draw from
their own background knowledge to create their own stories. The stories dictated by L2
students can be used as the basis for oral language activities later when they are revised
and edited by the students. In addition, Barrera and Jimenez (2000) found that teachers
"consistently cited children's literature as an important curricular ingredient for
enhancing the literacy learning of Latino students" during their focus group interviews of
educators of Latino students."
Grabe (1991) also outlines seven general guidelines for teachers to adhere to
when instructing second language learners. He states that 1) reading should be taught in
the context of a content-centered, integrated curriculum, 2) individualized instruction in
skills and strategies combined with practice time should be included, 3) sustained silent
reading should be encouraged to build fluency, 4) reading lessons should include
instruction in pre, during, and post-reading strategies to build background knowledge and
engage students in comprehension instruction, 5) specific skills and strategies should be
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given high priority and practiced consistently, 6) group work and cooperative learning
should be promoted, and 7) students need to read extensively.

Summary
Through the review of the literature, the benefits of comprehension strategy
. instruction.with.sec.and language learners.have been identified, The primary areas of
reading difficulties for the second language learner have also been noted. Three of the
several general themes that emerged throughout the literature review emphasized the
need for second language learners to receive comprehension strategy instruction in order
to develop schemata, activate prior knowledge, and develop meaning for unknown
vocabulary. The teaching of pre-reading comprehension strategies that develop
schemata, activate prior knowledge, and develop meaning for unknown vocabulary will
aide second language learners in comprehending the text in which they are engaged.
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Chapter Three

Design of Project

Elements of the Handbook
There are three major parts that will be included in the handbook. These sections
consist of (a) an overview of research supporting instruction in specific pre-reading
strategies which are included in the handbook that conttibute to building prior knowledge
and vocabulary, (b) a mini lesson plan that demonstrates how to incorporate the prereading strategy with a selected piece of children's literature, and (c) an annotated
bibliography of children's literature.
Overview of Pre-Reading Strategy Research.
The overview of research section will introduce classroom teachers to
comprehension strategies, specifically pre-reading comprehension strategies.
Each pre-reading strategy will be introduced, its purpose will be defined, and its
procedure will be outlined.
Mini Lessons.
Mini lessons will be included and follow each outlined pre-reading
comprehension strategy. Follow-up practice lessons will also be included for
selected strategies. Each mini lesson will be created for use with a specific piece
of children's literature (trade book).
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Annotated Bibliography.
A short annotated bibliography of children's literature used within the guide will
be included within the sample mini-lesson. The summary will inform classroom
teachers of the subject or story line contained within each book.

Procedures
The author does subscribe to the holistic definition of reading. As a result,
strategies were selected based upon their ability to contribute to the goal of reading which
is to make meaning. Pre-reading strategies were selected that would help students build
vocabulary, schemata, and activate prior knowledge to aide in reading comprehension.
Strategies that exhibited reading as a sub-skill were not included in the handbook.

Summmy
In conclusion, the handbook will offer a framework to assist teachers in
implementing the instruction of pre-reading strategies with the use of children's
literature. Chapter Four will specifically address the research, pre-reading strategies, and
the children's literature included.
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Chapter Four

Pre-Reading Strategies
Introduction
Research outlined in the Review of the Literature has demonstrated second
language learners can benefit from instruction in reading strategies. "When strategic
reading is integrated into instruction, students' progress in their abilities to use strategies
while reading, they arrive at a richer understanding of text meaning, and their
performance on tests of comprehension and recall improves" (Janzen & Stoller, 1998, p.
251). Zhicheng (1992) also found that the general use of reading strategies did improve
the reading comprehension of ESL learners. Students introduced to reading strategies did
make more improvement in the area of reading comprehension than those who did not.
More specifically, by providing instruction in pre-reading strategies and engaging
students in pre-reading activities, the students will be better able to create meaning from
the material being read. "Pre-reading activities help provide context for reading and
enable the learner to connect their background knowledge to the reading" (Laubach
Literacy Action, 1996, p.98). The purposes for teaching pre-reading strategies are many.
Pre-reading strategies help to activate and build background knowledge, elicit feelings
and ideas about the topic, enhance identification with characters, set purposes for reading,
and arouse curiosity and motivate the reader (Yopp & Yopp, 1996). "The activation of
previous knowledge, the use of prediction strategy and images called for a more cognitive
investment on the part of the reader and thus [make] the reading process more
challenging and interesting" (Zhicheng, 1992, p. 15). Pre-reading activities also provide
the reader with a better understanding of what they are about to read which helps them to
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feel more prepared to read. Pre-reading activities ensure that all learners, including
second language learners, have access to the same background knowledge. A learner's
knowledge of pre-reading strategies also increases the probability that learners will be
able to figure out unfamiliar words (Laubach Literacy Action, 1996).

Description of Handbook
The handbook was created to provide teachers with a beginning foundation of
pre-reading strategies to implement in their first grade classrooms. The primary purpose
for teaching specific pre-reading strategies is to build the schemata, prior knowledge, and
vocabulary of the second language learner. The second language learner will then be
better able to approach an unfamiliar text and comprehend what is read.
The handbook includes mini-lessons that address the specific procedure to follow
when teaching the pre-reading strategy in conjunction with a specific piece of children's
literature. The pre-reading strategies included may be used with the recommended
literature or the procedures can be adapted to be used with any piece of children's
literature.
The handbook can be used by any primary teacher, but the author specifically
designed the handbook for use within her district and building. The pieces of children's
literature were selected by the 1" grade teachers in the author's district. The 1" grade
teacher's in the author's district chose the children's literature for this grade level based
upon the following criteria:
1)

The literature is predictable, repetitive, or includes rhyme.

2)

The literature will build vocabulary.

3)

The literature can be included in a thematic unit.
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4)

The literature provides opportunity for the reader to make predictions.

5)

The literature is not completely phonetic but represents a "real" text.

The mini-lessons, activities, and blackline masters created will be made available to the
1" grade teachers in the author's district.

Overview of Pre-Reading Strategies
In the following section, each pre-reading strategy will be described. An
introduction to the pre-reading strategy will provide a definition of the strategy and the
related research. The purpose and procedure for each strategy will also be outlined.
Finally, an example of how the pre-reading strategy can be implemented in conjunction
with a piece of children's literature will be included in a simple mini-lesson format. The
mini-lesson will be concise and specific to the selected piece of children's literature. The
procedure section is available for those who would like to develop a lesson using the
outlined pre-reading strategy with a different reading selection. The mini-lesson will also
be accompanied by black line masters when applicable. Those utilizing the graphic
organizers, structured overviews, story maps, and charts with young learners must model
how to use them. Students must receive direct instruction that specifically outlines how
to use each organizer in order to optimize the benefits each pre-reading strategy.
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Pre-Reading Strategy 1: Anticipation Guide
Introduction.

An anticipation guide is a series of statements, usually three to five, which
students are asked to respond to. Students are asked to agree or disagree with
each statement The statements are related.to.a theme, idea, or conceptpresented
in the reading selection. Statements should be written in a format that will create
student anticipation and prediction (Vacca & Vacca, 1999; Yopp &Yopp, 1996).
Purpose.

The purpose of an anticipation guide is to create discussion that activates
student thought around a specific theme or idea. An anticipation guide will also
help the learner build background knowledge and link new knowledge with old
knowledge (Simmons, 1993). Anticipation guides help students to verbalize and
clarify their thoughts about a particular theme, topic, or concept. Students will
become familiar with the concept, topic, and vocabulary prior to reading. They
will also be required to listen to the ideas of peers as well as defend their own
opinions. Discussion allows the teacher to assess the prior knowledge base held
by students as well as the students' current attitudes regarding the theme or topic.
Procedure.
1.

Identify the major themes or ideas in selection to be read by the learner.

2.

Write three to five statements that are related to the theme or idea
presented in the selection that will arouse discussion.

3.

Present the statements to the students in the form of a handout or
overhead.
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4.

Have the students color a smiley face if they agree with the statement or a
frowning face if they disagree with the statement (primary).

5.

Allow students to share what they colored and why they colored it.
Engage students in a discussion about the statements/themes (Yopp
&Yopp, 1996).

Sample Mini-Lesson Plan:

I.I.

•

Title:

You'll Soon Grow Into Them, Titch

•

Author:

Pat Hutchins

•

Publisher:

•

Year:

•

Summary:

Morrow, William & Co.
1992
The character Titch is the youngest in the family. Members

ofTitch's family continually offer Titch old discarded items that no longer fit
them. The item is always too big for Titch and he is always told "you'll soon
grow into them, Titch." Finally, Titch's mother and father decide he should
have something new of his very own and they go to buy him some new
clothing. The story ends with Titch's mother bringing home a new baby and
Titch offers the new baby his old clothes with the added comment that "you'll
soon grow into them." You'll Soon Grow Into Them has a predictable pattern
and provides students with repeated exposure to the words needed, new, have,
old, they're, small, for, and big.
•

Procedure:
1. Read the statements out loud one at a time from the attached anticipation

guide.
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2. Have the students color a smiley face if they agree with the statement or a
frowning face if they do not.
3. After completing the anticipation guide, return to the first statement and
ask students to share how they responded and why.
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Name
Anticipation Guide
You'll Soon Grow Into Them, Titch
1.

Being the youngest in your family is better that being the
oldest.

2.

It is wonderful to get my sister's or brother's old clothes.

3.

Going shopping for new clothes is fun.

4.

Having a new baby brother or sister is exciting.
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Pre-Reading Strategy 2: Opinionnaire!Questionnaire
Introduction.
Opinionniare/questionnaires provide students with the opportunity to
examine their own experiences, attitudes, and opinions about a certain topic or
theme before they interact with a reading selection, story characters, setting, and
plot (Reasoner, 1976; Yopp & Yopp, 1986).

Purpose.
The purpose of an opinionnaire/questionnaire is to aide students in sharing
and thinking about their own experiences and attitudes associated with the topic
or theme.

Procedure.
1.

Identify the theme, topic, or concept focused on in the selected reading
selection.

2.

Generate a series of questions that will elicit students' opinions, prior
knowledge, past experiences, or attitudes. Questions can be open-ended
or in the form of a checklist.

3.

As discussion occurs, the teacher needs to be accepting of all student
responses. Do not try to elicit "correct" responses.

Sample Mini-Lesson Plan:
•

Title:

My Friends

•

Author:

Taro Gomi

•

Publisher:

•

Year:

2.1.

Chronicle Books
1995
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•

Summary:

My Friends is a repetitive patterned story. The pattern of

the story accompanied by picture clues, help students to recognize and learn
familiar words such as learned, to, from, my, friend, and the. The young
narrator in the story describes all the things that she has learned from her
friends.

•

Procedure:
1. Use the attached opinionnaire/questionnaire to complete this pre-reading

activity.
2. For primary children, the teacher can read each item as the students fill out
the questionnaire.
3. After the students have completed the opinionnaire/questionnaire, lead a
discussion about their responses to each question. Have the students
explain why they responded the ways they did and share it will the class.
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Name

---------

Opinionnaire
My Friends

1.

2.

What words best describe a friend?
nice

kind

fun

exciting

smart

athletic

helpful

caring

trusted

What makes a good friend?
Someone who always makes you feel good.
Someone who is fun to play with.
Someone who likes to do what you like to do.
Someone who is always nice.
Someone who makes you feel better when you are sad.
Someone who has lots of toys.
Someone who is liked by everyone in class.
Someone who shares.

(

3.

C

4.

Who can be a friend?
boy

girl

brother

sister

Mom

Dad

animal

teacher

insect

plate

stuffed animal

book

stranger

car

tree

bike

coat

shirt

Draw a picture of things you can learn from a friend.

Pre-Reading Strategy 3: Contrast Charts
Introduction.
A contrast chart is a very simple tool that can be used with p1imary
children, as well as older children, to facilitate thought about two contrasting
_ideas presented in the selected reading material. For example, students can make
a list of qualities describing what a good and bad friend is before reading the story

Frog and Toad are Friends (Yopp &Yopp, 1996).
Purpose.
The purpose of using a contrast chart is to activate the students' prior
knowledge about a certain topic or concept. Students are able to access their prior
experiences and share them with the group. Discussion generated by their peers
will also expand their base of knowledge before beginning to read.

Procedure.

1.

Identify contrasting ideas presented in the reading selection.

2.

Make a two columned chart. Each column should identify the two
contrasting ideas with a title.

3.

Space should be provided in each column for students to list describing
words/qualities of each contrasting idea.

4.

Describing words or qualities can be thought of and discussed in a large
group or small group with students serving as leaders and recorders.

Sample Mini-Lesson Plan:

3.1.

•

Title:

The Chick and the Duckling

•

Author:

Mirra Ginsburg
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•

Illustrator:

Jose Aruego and Ariane Dewey

•

Publisher:

Simon & Schuster Children's Books

•

Year:

•

Summary:

1991

The Chick and the Duckling is a patterned story that repeats

the characters' dialog. The repetition of this dialog allows children to easily
learn words such as I, am, me, too, the, said, and not. In the story, the mother
hen and duck leave their eggs to chase a butterfly. While gone, the eggs
hatch. The Duckling is the leader in the story and the Chick follows
everything he/she does with a consistent reply of "Me too." The Chick
follows everything the Duck does and tries to swim. The Chick almost
drowns and is saved by the Duck who returns to the water after the
"emergency." The story ends with a change in pattern when the Chick
decides not to follow with a final "Not me!"

•

Procedure:
1. The central theme in this story is based on the differences and similarities

between chicks and ducks. The teacher can use the attached contrast chart
to help students investigate and discuss the differences and similarities
between ducks and chicks.
2. For primary children, the contrast chart can be completed as a whole
group activity.
3. The teacher will show the students a picture of a duck and a chick.
4. The teacher will then ask the students to make a list of words that describe
a duck and another list describing a chick.
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5. Extension: The students could circle the items on the list that are similar
between the duck and the chick and box the things that are different.
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(

Name
Contrast Chart
The Chick and the Duckling

Look at the pictures above. Make a list of words that describe the chick and
the duckling. Circle the describing words show how the duckling and chick
are similar. Then put a box around the describing words that show how they
are ditferent.

(

Chick

Duckline

1.

1.

2.

2.

3.

3.

4.

4.

5.

5.

6.

6.

7.

7.

8.

8.

4?.
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Sample Mini-Lesson Plan:

3.2.

•

Title:

My Friends

•

Author:

Taro Gomi

•

Publisher:

•

Year:

•

Summary:

Chronicle Books

1995

My Friends is a repetitive patterned story. The pattern of

the story accompanied by picture clues helps students to recognize and learn
familiar words such as learned, to, from, my, friend, and the. The young
narrator in the story describes all the things that she has learned from her
friends.

•

Procedure:
1. Have the students complete the attached contrast chart individually or as a
whole group activity.
2. Discuss with students who can be a friend and who cannot. Have students
share the reasoning behind the answers they give.

(
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Name
Contrast Chart
My Friends
It is a great to have a friend you can depend on and share things with.
Who do you think can make a good friend? Can only people be friends?
Have you ever had a pet or a stuffed animal that was a good friend?
Make a list of people/things that can be friends. Then make another list
of people/things that cannot be friends.

Can be a Friend

Cannot be a Friend

1.

1.

2.

2.

3.

3.

4.

4.

5.

5.

6.

6.

7.

7.

8.

8.

9.

9.

10.

10.

11.

11.

Pre-Reading Strategy 4: Semantic Mapping!Brainstonning
Semantic mapping serves as a tool to activate students' prior knowledge before
reading (Hanf, 1971). Semantic maps can also provide teachers with a tool to assess how
extensive their student prior knowledge base is. Mapping also aides students in
developing prior knowledge before they begin reading (Antonacci, 1988). Sinatra, Berg,
and Dunn (1985) found that maps provide a "concrete way to relate story text to
meaningful schema with the children's experiences and the visuospatial schema of the
organization of that text."

Introduction.
Semantic mapping is a visual representation of knowledge. Semantic
maps can be constructed with words for older students or with simple words and
pictures for younger children. Semantic mapping provides a picture of
relationships among concepts. Semantic maps also help students identify main
ideas and concepts.

Purpose.
The purpose of semantic mapping is to activate and develop prior
knowledge before beginning to read the selected reading material. Before using
semantic mapping, the teacher should emphasize to students that semantic
mapping is a technique that they can use independently to help them become
better readers. Students should develop an awareness of how semantic mapping
can help them prepare to read and make meaning while they read. If they
routinely think about the new topic and organize their thoughts, it will help them
be a better reader.
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Procedure.
1.

The teacher reads the selected material before the lesson.

2.

The teacher identifies the prerequisite knowledge needed for the students
to comprehend the reading selection. Then the teacher selects the broad
categories to be outlined.

3.

Before completing the semantic map with the students, explain the
purpose of this strategy to the students. Tell the students that this strategy
is to help them think about what they are going to read.

4.

Introduce the topic. Draw a large oval in the center of the board,
overhead, chart, etc. Write the broad topic in the center of the oval.

5.

Then draw lines to main ideas/categories that are related to this topic.
Discuss the main ideas/categories.

6.

Ask students to share examples of the ideas/categories.

7.

As the students share their ideas, write them on the board or chart.

8.

As students share, discuss their responses and continue branching off their
ideas.

9.

Have the students make their own copies. Primary children can add
illustrations to words or put illustrations in place of the words.

Sample Mini-Lesson Plan:

4.1.

•

Title:

The Chick and the Duckling

•

Author:

Mirra Ginsburg

•

Illustrator:

Jose Aruego and Ariane Dewey

•

Publisher:

Simon & Schuster Children's Books
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•

Year:

•

Summary:

1991
The Chick and the Duckling is a patterned story that repeats

the characters' dialog. The repetition of this dialog allows children to easily
learn words such as I, am, me, too, the, said, and not. In the story, the mother
hen and duck leave their eggs to chase a butterfly. While gone, the eggs
hatch. The Duckling is the leader in the story and the Chick follows
everything he/she does with a consistent reply of "Me too." The Chick
follows everything the Duck does and tries to swim. The Chick almost
drowns and is saved by the Duck who returns to the water after the
"emergency." The story ends with a change when the Chick decides not to
follow with a final "Not me!"
•

Procedure:
1. Provide the students with a copy of the Duck semantic map to fill out as

the teacher fills out a corresponding overhead of the Duck semantic map
(see attached example).
2. Show the students a picture of a duck to engage their prior knowledge.
3. Ask students to think of words that describe each of the three categories
(What does the duck look like? How does the duck move? What does it
sound like?)
4. Follow steps 1-3 using the Chick semantic map.
5. Extension:

Have the students complete an art project in which they

make a duck and a chick. Draw attention to the similarities and
differences among the chick and the duck.
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(

Name
Semantic Map:

The Chick and the Duckling
What do they
sound like?

What do they
- - - - - look like?

C

Ducks

How do they move?

(

(

Name
Semantic Map:

The Chick and the Duckling
What do they
sound like?

What do they
- - - - - look like?

Chicks

How do they move?
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Pre-Reading Strategy 5: K-W-L
The K-W-L strategy was developed by Ogle (1986). It helps the learner to
organize the information they already know, receive exposure to information that others
know, and formulate/generate questions that will help direct their reading or research
experience (Bryan, 1998). Huffman (1998) describes K-W-L as a simple strategy that
develops comprehension by "helping students to relate what they know to what they read,
hear, or view" (p. 470). This strategy gives the second-language learner the opportunity
to immediately relate class discussion and his or her own thinking to the text and then to
extend ideas beyond the text.

Introduction.
The K-W-L strategy provides students with an instructional/organizational
framework that aides them in identifying what they already know. After students
share and brainstorm what they already know about a particular topic or concept,
the K-W-L strategy help to prepare them for reading by requiring the learner to
generate questions that focus on what the would like to know about the chosen
topic or concept (Vacca & Vacca, 1999). This process helps the learner to
continually refine what they know (Bryan, 1998). After reading, students can
access how successful their research or reading was identifying what they

learned.
The K-W-L strategy has been extended in many different ways. Huffman
(1998) suggest enhancing the K-W-L strategy by including focus questions into
the activity. Focus questions will help focus the students' thought specific aspects
of the topic that require emphasis. Bryan (1998) suggests extending the K-W-L
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strategy to include a where column, K-W-W-L. Students identify locations
where they can find the answers to the questions they have already generated.
Purpose.
The purpose of the K-W-L strategy is to activate prior knowledge, guide
student reading, and help the learner to summarize what they have read (Headley
& Dunston, 2000). The K-W-L method increases the construction of meaning by
requiring the leaner to interact with the text and access p1ior knowledge, make
predictions, ask questions, and connect everything that they have read at the end
of the reading process.
Procedure.
1.

Introduce the K-W-L strategy in connection with the topic or concept to be
studied or the story that has been selected.

2.

Lead discussion in identifying what the students already know about the
topic, concept, or text.

3.

Have students generate a list of questions about the concept or topic.

4.

To prepare students for reading, have them use the prior knowledge they
have shared and the questions they have generated to make predictions
about the text.

5.

Read the story/text to find answers to questions. Identify the answers to
the questions asked in the learned column.

6.

Engage students in follow-up activities to extend learning, enhance
connections, and increase comprehension (Vacca & Vacca, 1999).
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{

-

Sample Mini-Lesson Plan:

5.1.

\,

•

Title:

Down By the Bay

•

Author:

Henrick Drescher

•

Publisher:

•

Year:

•

Summary:

Pearson Learning
1994
Down by the Bay is a traditional song accompanied by

illustrations and photographs. The song is filled with nonsense verses that
include predictable rhyming words and phrases. Down by the Bay will help
students develop a stronger awareness of rhyme.

•

Procedure:
1. Draw (blow-up) and cut out three items from poster board that can be

found at the beach or ocean. For example, a large sea shell, crab, and
beach ball could be made. Label the poster boards with the words know,

what, learn. Laminate the poster board so that you can write on it with a
dry erase marker, then erase after the lesson, and reuse later.
2. Have the students brainstorm about they know about the beach. What
kinds of things do you see at the beach? How does the beach smell? How
does it feel at the beach? What kinds of things do you do at the beach?
What does the ocean look like? Draw a picture in addition to each word
recorded on the chart to increase comprehensible input for the learner.
3. Then have the students think of questions they want to answer about the
beach/ocean. Students can also be asked where they could find the

(

answers to their questions.
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4. Read the story "Down by the Bay." Have the students list the things they
saw in the pictures of the story. Have the students describe how people
dress at the beach. Have students evaluate the pictures in the book and
describe what a bay is.
5. Extension:
A) Provide students with additional non-fiction books about the
ocean/beach. Allow students to use the pictures to describe and learn
things about the ocean.
B) Provide students with the opportunity to visit monitored websites on
the internet that will increase their exposure and knowledge of things
you can see at the beach.
Possible children's websites:
1.

www .enchantedleaming.com

2. http://teacher.scholastic.com/dolphin/index.htm
3. http://mbgnet.mobot.org/salt/whale/index.htm
4. www.abcteach.com
C) Bring sea shells and beach artifacts to the classroom so students can
experience the items and have a visual image when reading.
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(

The following page contains a selection of seaside/ocean clipart graphics that can be
used to create K-W-L thematic posters. The teacher can select three graphics,
enlarge them, and trace them on poster board. The poster boards can be laminated
so that they can be re-used.

C

Please note: Images on this page were redacted due to copyright concerns.

Pre-Reading Strategy 6: Story Mapping
Story maps are often used as a during reading or post reading strategy. When
teachers identify a complex story with a more challenging sequence of events, story maps
can be used as a pre-reading strategy. Presenting a story map prior to reading will help
the students organize their thinking. Stu.dies have shown that story maps improve
comprehension. Idol (1987) found that groups using story maps improved on daily story
comprehension. Beck and McKeown (1981) state that "the implication of our findings for
instruction is that teachers might promote comprehension in the reading class by
reviewing questions for particular stories with an eye toward the development of a story
map. By keeping in mind the central ideas of a story, teachers can make sure that this
information is elicited in an organized way during questioning" (p. 917).

Introduction.
"Story mapping provides a discourse scaffold because it helps children use
story grammar for comprehension and composing" (Boyle & Peregoy, 1990, p.
198). Story grammar or story structure aides the learner in predicting and making
meaning while reading. Story maps help students to identify and organize the
story grammar of a story before, during, or after reading.

Purpose.
The primary purpose of story maps is to aide students in comprehension of
the reading selection. Story maps prepare students to read narrative selections.
They can also help students to organize their thinking and make inferences. It
also helps to build the learner's understanding of the sequence of events.
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Procedure.
1.

Decide what the starting point of the story is.

2.

List the major events and ideas in the plot.

3.

Discuss the characters that the students will meet in the story. Talk about
the major events that occur during the plot. Discuss what the setting may
look like.

4.

Read the story. Tell the students to stop the teacher when they hear one of
the characters or events listed on the story map.

5.

Have students illustrate each item on the story map.

Sample Mini-Lesson Plan:

6.1.

•

Title:

One Monday Morning

•

Author:

Uri Shulevitz

•

Publisher:

•

Year:

•

Summary:

Simon & Shuster Children's Books
1996

One Monday Morning is based on an ancient French fold

song. Shulevitz demonstrates in the story how a child's imagination can cure
the boredom of a rainy day. During the story, a bored little boy imagines that
many members of a royal court come to visit him but he is repeatedly not at
home. At the end of the story, a pack of cards are shown and the reader
discovers these particular objects inspired the little boy's daydream. The story
has a repetitive predictable pattern that helps children to recognize vocabulary
words such as one, morning, but, wasn't, home, visit, and came.
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C

•

Procedure:
1. One Monday Morning does have a more complex sequence of events and

an extensive combination of characters. To aide students in
comprehension, a story map can be presented and discussed before
reading.
2. The teacher will tell the students that this story is all about a little boy's
imagination and what he daydreams about on a rainy day.
3. The teacher will show the students a real deck of cards and explain that the
boy in the story imagined that the characters on the cards were real.
4. Provide the students with the attached story map. Identify the elements of
the story map and the sequence of events.
5. Show the students a picture of each character as they are introduced in the
sequence of events.
6. Have the students illustrate or glue the characters on the story map that
correctly correspond with each event in the story.
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Setting:
Title:
Author:

One Monday Morning
Uri Shulevitz

Inside on a
rainy day

On Monday the King,

the Queen,

and the Prince came to
visit me.

On Tuesday the King,
the Queen, the Prince, and
the Knight came to visit
me.

On Wednesday the
King, Queen, Prince,
Knight, and the Royal
Guard came to visit me.

On Thursday the King,
Queen, Prince, Knight, the
Royal Guard, and the
Royal Cook came to
visit me.

(

C

On Friday the King,
Queen, Prince, Knight, the
Royal Guard, Royal Cook,
and the Royal Barber
came to visit me.

On Saturday the King,
Queen, Prince, Knight, the
Royal Guard, Royal Cook,
Royal Barber, and the
Royal Jester came to
visit me.

On Sunday the King,
Queen, Prince, Knight, the
Royal Guard, Royal Cook,
Royal Barber, Royal Jester,
and the a little dog came
to visit me.

(

These are the characters in the story "One Monday
Morning." Glue each picture in the correct story map
box according to the order it is introduced in the story.

King

Royal Jester

Royal Barber

Little Dog

Royal Cook

Knight

Queen

Prince

Royal Guard

Please note: Images on this page were redacted due to copyright concerns.

Pre-Reading Strategy 7: Advance Organizers:
Structured Overview/Graphic Organizer
The advance organizer presents concepts before reading to aide the learner in
making connections between his/her existing knowledge and the information to be gained
from the selected text (Ausubel, 1963). "The advance organizer is designed to bridge the
gap between what the learner already knows and what he or she needs to know before
successfully learning the new task" (Amerine, 1986, p. 396). Hartley and Davis (1976)
identified a majority of studies in which advance organizers facilitated both learning and
retention. They also noted that the effects of advance organizers appeared to be
specialized rather than generalized. Hartely and Davis (1976) concluded that behavioral
objectives, overviews, and advance organizers did have an effect or advantage. Herrell
(2000) states that the "use of advance organizers with English language learners is
particularly effective because their design is dependent upon building on the past
experiences of the learner and providing bridges to the new material to be taught" (p. 6).

In addition, Blachowicz and Lee (1991) recommend the use of organizers to help identify
words for study in contrast to more traditional frequency-based selection processes as a
guideline for effective classroom vocabulary instruction.
Introduction.

The graphic organizer and structured overview developed from the
advanced organizer. They are quite similar yet include discussion between the
teacher and student. This allows the teacher to assess student knowledge and
modify the lessons to follow (Amerine, 1986).
Using a structured overview during the pre-reading phase has been found
to help facilitate learning and retention (Hartley and Davies, 1976). Research has
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also found structured overviews to help activate prior knowledge crucial to
understanding and increase inferential comprehension (Carr, Dewitz, & Patberg,
1983). Carr, E.M., Dewitz, P., & Patberg, J.P. (1983) found that the structured
overview can be used to activate the learners' background knowledge and help
them outline the text in an organized manner. The structured overview-cloze
treatment was found to have the greatest benefit for below average readers (Carr
et al., 1983).
Krashen (1985) asserts that the second language learner acquires language
through comprehensible input. By using graphical displays the likelihood of
comprehensible input received by the learner can be increased. Tang (1992)
states that "graphics have the potential for lowering the language barrier and
making the input of content knowledge more comprehensible" (p.178). Tang
(1992) found that presenting knowledge graphically significantly increased the
total amount of information recalled.

Purpose.
The purpose of using a form of the advance organizer (graphic organizer
or structured overview) is to activate student prior knowledge and display
connections among the concepts that will be encountered in the text.

Procedure.

Structured Overview
1.

Identify key concepts which students need to understand before reading.

2.

Arrange concepts in a flow chart/diagram that creates a visual of the
connections among concepts presented in the text.
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3.

Include concepts that the student already know and new concepts.

Graphic Organizer: Teaching students how to make their own graphic
organizer
1.

Type the key words and make photocopies for the students.

2.

Place students in small groups of two or three students each.

3.

Distribute the list of terms and packet of 3-by-5 inch index cards to each
group.

4.

Have the students write each word from the list on a card. Younger
children can draw a picture in addition to the word or in place of the word.
Then have them work together to decide on an arrangement of the cards
that depicts the relationships among the words.

5.

As the students work, provide assistance as needed.

6.

Initiate a discussion of the constructed organizer and the information
presented in the organizer. (Vacca & Vacca, 1999).

Sample Mini-Lesson Plan:
•

Title:

Rain

•

Author:

Robert Kalan

•

Publisher:

•

Year:

•

Summary:

7.1

Structured Overview.

Morrow, William & Co.
1991

Rain is a simple color-concept book that presents a view of

various forms of the weather. The story begins with a blue sky that turns gray
and it begins it to rain. During the story, the rain falls on various colored
items such as the green grass, orange flowers, etc. Rain has a simple
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repetitive text that reinforces the vocabulary words sun, sky, clouds, on, and
ram.

•

Procedure:
1. Dispense copies of the attached structured overview to each student.

2. Discuss how the weather follows a circular pattern when it changes. Show
students pictures of how the weather looks when it changes.
3. Have students add illustrations to each word on the structured overview.
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(

Name
Structured Overview

Rain

Blue
Sky

Rain
Sun

White
Clouds

No
Sun

Gray
Clouds

Sample Mini-Lesson Plan:

7.2

Graphic Organizer.

•

Title: Whose Baby?

•

Author:

Masayuki Yabuuchi

•

Publisher:

Penguin Putman Books for Young Readers

•

Year: 1985

•

Summary:

Whose Baby? is a non-fiction selection that provides

children with the opportunity to learn about baby animals and their
parents. The family unit of each baby animal is presented in a predictable
pattern.

•

Procedure:
1.

Students may be unfamiliar with the wild animals and their
families presented in the book. Providing students with a graphic
organizer (accompanied by pictures) will help them to make
connections between what the animal looks like, its name, and its
parents.

2.

Present students with the attached graphic organizer.

3.

Identify the baby animal names and their parents' names.

4.

Have the students color the wild animals on the graphic organizer.
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(

Name
Graphic Organizer

Whose Baby?

-·-----------..·-

----- --Baby Deer
I
I

I

Buck
Father

Doe
Mother

Baby Chick
I
I

l

Peacock
Father

Peahen
Mother

Baby Fox Cub
I
I

Fox
Father

r

I

Vu:en
Mother
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Baby.pub
~i()~CSS
fyfother

B111ISelll
/Father .

C()'f§~I
Mother·

Baby.C~lf Bison

BullBison
Fath~r

c~wB~ort
Mother

(

These pictures can be copied and shown to the students to introduce each new
animal. The students can also cut out these pictures, match them to the correct
animal on the graphic organizer, and glue them.

Please note: Images on this page were redacted due to copyright concerns.

Pre-Reading Strategy 8: Sort & Predict
Introduction.
The sort and predict strategy aides students in making predictions about a
book by helping them to group words together through utilization of background
knowledge or the knowledge of other students (Simmons, 1993).

Purpose.
The purpose of the sort and predict strategy is to activate the student's
prior know ledge and schemata before reading. It also helps students to become
familiar with words and concepts before reading the story, poem, or novel.
Students will have a better understanding of the meaning of the words and
underlying message contained in the story.

Procedure.
1.

The teacher selects 10-20 words that will easily create an image. For
younger learners, illustrations should accompany the words.

2.

Students work together and put the words into groups.

3.

Students explain their work to the class and provide reasoning for the
placement of each word in a group.

4.

Students predict what the story is going to be about based upon the groups
created and words provided (Simmons, 1993).

Sample Mini-Lesson Plan:

8.1.

•

Title:

Together

•

Author:

George Ella Lyon

•

Publisher:

Orchard Books

70

•

Year:

•

Summary:

1994
In the story Together, Lyon shows how two friends who

work together can do almost anything. Together is a repetitive patterned story
that provides students with an opportunity to learn the words let's, put, our,
heads, together, and, dream, and same.

•

Procedure:
1. Create five sets of the following words: timber, house, cheese, mouse, ice,
cream, heads, dream, truck, fire, piano keys, choir, ball, team, water, pail,
boat, sail, fish, and stream. Each word should be accompanied by an
illustration or photography.
2. Discuss the words/pictures with the students. Talk about each word in
detail.
3. Divide the class into five small groups. Give each group a set of cards.
4. Instruct the students to group the words into pairs.
5. After the students have finished the activity, have students defend their
groupings and share their reasons with the class.
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(

Sort & Predict Word Cards

timber

house

7?.

Please note: Images on this page were redacted due to copyright concerns.

(

cheese
-----·

C

mouse

ball
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Please note: Images on this page were redacted due to copyright concerns.

(

team
-------

C

-

truck

fire
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Please note: Images on this page were redacted due to copyright concerns.

---·---

(

•

piano keys

choir

boat

Please note: Images on this page were redacted due to copyright concerns.

(

sail
-- ----

C

fish

stream
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Pre-Reading Strategy 9: List-Group-Label
Introduction.

Taba (1967) developed an extension of brainstorming called list-grouplabel. In list-group-label (L-G-L) students are engaged in a brainstorming
activity. After brainstorming, the students ..use the words thought of during the
activity. The words are grouped and each group is labeled. Hanus, Smaldino, &
Sulentic (1991) identify L-G-L as an effective vocabulary activity that can be
used as a pre-reading, during reading, or post-reading activity. L-G-L involves
students in brainstorming, categorizing, and labeling.
Purpose.

The purpose of using L-G-L is to familiarize students with vocabulary
contained in the story to be read. L-G-L also helps students to begin making
predictions about the story based on the words and categories.
Procedure.
1.

The teacher initiates a brainstorming activity and the students generate
lists of words.

2.

The students then put the words into categories as a whole group or in
small learning teams.

3.

Then the students label each category.

4.

The teacher asks students to make predictions about the content of the
story to be read.

***

With young learners or low achieving readers, the teacher may provide
categories for the students.
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Sample Mini-Lesson Plan:

9.1.

•

Title:

Everything Grows

•

Author:

Raffi

•

Photographer:

Bruce McMillan

•

Publisher:

Crown Books for Young Readers

•

Year:

•

Summary:

1989

Everything Grows is based on a song recorded by Raffi

The story illustrates/outlines the many things that grow such as sisters,
brothers, animals, and plants. Everything Grows has a rhythmic rhyming
pattern that helps children to anticipate the difficult words in the story. The
story contains pictures that provide children with clues to create meaning from
unknown words.

•

Procedure:

1.

Have the students brainstorm a list of things that grow.

2.

This lesson is designed for primary children, so the teacher will provide
the following categories for the children to put the words into: people,
animals, and plants.

3.

After completing the activity, ask students to predict what they think the
story is going to be about.
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Pre-Reading Strategy 10: Building from Clues
Introduction.

Building from clues is a prediction strategy that activates student thought
about the content of a story or reading selection prior to reading. By providing
students with clues, they will be better able to make accurate predictions and
create meaning when they read. Smith (1988) states that "the way readers look
for meaning is not to consider all possibilities, nor to make reckless guesses about
just one, but rather to predict within the most likely range of alternatives ...
Readers can derive meaning from text because they bring expectations about
meaning to text" (p. 163). By providing students with clues, they will be better
able to bring accurate "expectations" to the text which will aide in making
meaning.
Building from clues is a pre-reading strategy that utilizes real objects,
things, or artifacts as clues from the reading selection. Students use the "clues" to
make predictions as to what the story is about. Students are required to actively
participate in prediction and an atmosphere is created in which students can learn
from one another.
Purpose.

Students' comprehension of the story will be increased as a result of prior
exposure to vocabulary and discussion before reading. Students will be able to
picture an actual object while reading which will activate their prior knowledge
and increase connections. The discussion of clues will create an environment in
which students can learn from each other.
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Procedure.
1.

Select three to five clues, items/things from the story.

2.

Show the clues to the students one at a time. Ask the students to try to
picture the characters, setting, etc. that might be associated with the clue.

3.

Ask students to predict how the item (clue) will be used in the story, how
the characters will use the item, or how the item will affect the plot
(Simmons, 1993).

Sample Mini-Lesson Plan:

10.1.

•

Title:

I Need a Lunch Box

•

Author:

Jeannette Caines

•

Publisher:

•

Year:

•

Summary:

HarperCollins Children's Books
1993

I Need a Lunch Box is a color and days-of- the-week

concept book. The story begins with a little boy who is getting ready to begin
school. He gets several things to start school with such as a ruler, crayons,
etc. but he does not receive what his sister does, a new lunch box. He dreams
about having a different color lunch box for each day of the week. The story
is very predictable and reinforces reading color words and the days of the
week.

•
1.

Procedure:
Collect the items/clues needed for this lesson. The items that will be used
for this story are: black sneakers, pencil case, ruler, erasers, coloring book,
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crayons, marbles, blue lunch box, green lunch box, red lunch box, purple
lunch box, and a yellow lunch box.
2.

Show the students the clues one at a time. Ask the students to try and
picture what kind of character would use or want all these items. What
would the character use the items for?

3.

Have the students predict what the story is going to be about based on all
the clues.
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Pre-Reading Strategy 11:

Pre Reading Plan(PReP)

The Pre Reading Plan (PReP) was developed by Langer (1981). Langer's (1981)
research found PReP aided the learner in creating a link between the concepts found in
the text and past experiences. The PReP also assisted the reader in creating appropriate
expectations for. the language and content of the text about to be read.
Introduction.

The PReP is a three step instructional procedure for teachers to use before
beginning an assigned reading. The PReP has three basis steps. The steps are 1)
initial associations with the concept, topic, etc., 2) reflections on the initial
association, and 3) reformulation of knowledge (Langer, 1981).
Purpose.

The PReP prepares the student for reading. It requires that the student
think and share ideas about the topic, evaluate understanding of the topic, and
then build and expand on that understanding (Barclay, 1990). It also provides the
teacher with the opportunity to assess the amount of information the second
language learner has about the given topic and how well organized that
information is (Langer, 1981).
Procedure.

1.

The teacher asks the students to tell him/her anything that comes to mind
about the chosen topic or concept. (What comes to mind when ... ?)

a)

The teacher accepts all ideas and records them. Students begin to connect
their prior experiences to the key concept.
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2.

The teachers ask the students to think about the items on the list and what
made them think about those items. (What made you think of ... ?)

a)

The students have the opportunity to listen to their peer's explanations.
This may help them to evaluate their own prior experiences with the
concept or topic.

3.

The teacher assists the students in adding new information to the list.
(Do you have any new ideas about ... ?)

Sample Mini-Lesson Plan:

11.1.

•

Title:

One Monday Morning

•

Author:

Uri Shulevitz

•

Publisher:

•

Year:

•

Summary:

Simon & Shuster Children's Books

1996

One Monday Morning is based on an ancient French fold

song. Shulevitz demonstrates in the story how a child's imagination can cure
the boredom of a rainy day. During the story, a bored little boy imagines that
many members of a royal court come to visit him but he is repeatedly not at
home. At the end of the story, a pack of cards are shown and the reader
discovers the objects that inspired the little boy's daydream. The story has a
repetitive predictable pattern that helps children to recognize vocabulary
words such as one, morning, but, wasn't, home, visit, and came.

•
1.

Procedure:

Initial associations with the concept
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The teacher will ask the student what comes to their minds when they
think of a very rainy dark day. The teacher will record everything
suggested by the students.
2.

Reflections on the initial association
The teacher will use the created list and follow-up by asking "What made
you think of...?"

3.

Refonnulation of knowledge
The teacher will ask the students if they have any new ideas of what a
rainy day is like or what happens on a rainy day.
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Pre-Reading Strategy 12:

TELLS

Idol-Maestas (1985) provided TELLS Fact or Fiction training to 4 elementary LD
students and 2 secondary student enrolled in special education classes. He found that
after receiving training in the TELLS Fact or Fiction technique, reading comprehension
improved for both elementary and secondary students. The students reading
comprehension was measured by standardized tests and curriculum-based assessment.
Students did require assistance when looking for hard/important words and clues (Sorrell,
1990).
Introduction.

TELLS Fact or Fiction is a guided comprehension activity that is designed
to help the student become familiar with the story before reading it. TELLS Fact
or Fiction is an acronym that helps the students to remember the items they need
to locate before reading.
TELLS Fact or Fiction stands for:

T

Study the Title

E

Examine the pages and determine what the story is

about

L

Look for hard words

L

Look for important words

s

Determine what the setting is

Fact or Fiction

Identify whether the story is based on facts or
fiction
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Purpose.
TELLS Fact or Fiction orients the student to the reading selection. It
provides the student with the opportunity to interact with the text in a preview
activity before reading it in its entirety. Students also have the opportunity to
activate their prior knowledge when they begin to evaluate elements of the
reading selection or story. They can begin to make predictions based on the
elements they have outlined before reading.

Procedure.
1.

The teacher asks "What is the title of the story? Based on the title, what
do you think the story is going to be about?"

2.

The teacher tells the students to skim the pages of the story and look at the
pictures. The students need to find out what they think the story is about.

3.

The teacher asks the students to look for hard words or words they think
might be important and record them on a list.

4.

The teacher asks the students to skim the story and determine what the
setting is.

5.

The teacher asks the students to skim the story and identify if the reading
selection is based on fact or fiction. The teacher asks the students what
element of the story/reading selection gave them a clue that it was fact or
fiction.

Sample Mini-Lesson Plan:
•

Title:

Bet You Can't

•

Author:

Penny Dale

12.1.

86

•

Publisher:

•

Year:

•

Summary:

HarperCollins Children's Books
1988

In the story Bet You Can't, Dale depicts a brother and sister

in a competitive relationship. Every time one of siblings does something,
he/she challenges the other to do the same thing. Bet You Can't has a very
simple repetitive dialogue that provides students repeated exposure to
vocabulary words such as bet, can't, can, what, are, why, and we.
•

1.

Procedure:

Ask the students "What is the title of the story? "What do you think the
story is going to be about based on the title?"

2.

Then ask the students to skim the pages of the story and look at the
pictures. The students need to find out what they think the story is about.

3.

Then ask the students to look for hard words or words they think might be
important and record them on a list (see attached form).

4.

Ask the students to skim the story again and determine what the setting is.

5.

Ask the students to skim the story again and identify if the reading
selection is based on fact or fiction. Asks the students what element of the
story gave them a clue that it was fiction.
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Name
TELLS

Bet You Can't
Make a List:
Hard Words

Important Words

1.

1.

2.

2.

3.

3.

4.

4.

5.

5.

6.

6.

What is the setting of the story?

Is the story based on fact or fiction?

88

Pre-Reading Strategy 13:

Vocabulary Role Play

Harley (1996) states that "incidental learning of L2 vocabulary through
communicative exposure to the language is usefully complemented, even among
children, by a variety of analytic activities that engage the learners' interest and serve to
deepen their vocabulary knowledge in different ways" (p.11). Vocabulary role play
provides a "different way" for learners to deepen their knowledge of new vocabulary and
past experiences. Blachowicz and Lee (1991) state that effective vocabulary learning
requires active engagement with meaningful language-rich tasks and the development of
problem-solving strategies. Vocabulary role play incorporates both of these by creating a
"real life situation" in which students must use vocabulary to role play or perform a skit.
"English language learners are given an opportunity to see the vocabulary words used in
context, as well as demonstrating several different contexts in which the words may be
used appropriately" (Herrell, 2000, pg. 219).
Introduction.

In vocabulary role play, groups of students are given the same vocabulary
and asked to write and perform a skit using those words in context.
Purpose.

Vocabulary role play enables the student to use the new vocabulary word
in context. Students are able to create a link between the new word and the
context of the experience obtained during performance of the skit. Students may
also have the opportunity to observe the same word being used in different
contexts during other skits. Vocabulary role play also increases verbal interaction
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and comprehensible input, reduces student anxiety, and actively involves the
learner.

Procedure.
1.

Identify the vocabulary words that will be used in the lesson and reading
selection.

2.

Make cards and write the vocabulary words on them. For younger
learners, pictures can accompany each vocabulary word.

3.

Divide the class into small groups and give them each a set of four or five
words. Instruct each group to create/write a skit using all of the words.

4.

Give groups ample time to practice their skit before performing it.

5.

Compare and contrast the skits performed by the groups. Help students to
identify similarities and differences in the way the words were used and
woven into each skit (Herrell, 2000).

Sample Mini-Lesson Plan:

13.1

•

Title:

Down By the Bay

•

Author:

Henrick Drescher

•

Publisher:

•

Year:

•

Summary:

Pearson Learning
1994
Down by the Bay is a traditional song accompanied by

illustrations and photographs. The song is filled with nonsense verses that
include predictable rhyming words and phrases. Down by the Bay will help
students develop a stronger awareness of rhyme.
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(
•
1.

Procedure:
Make 5 sets of cards that have the following vocabulary words on them:
fly, tie, whale, tail, bear, hair, llamas, pajamas, dragon, wagon, frog, hog,
roots, and boots. Each word should be accompanied by a picture of the
word.

2.

As a whole group, show the student each word card and picture. Discuss
each word and picture in detail.

3.

Tell the students they get pretend today. Tell them they need to make a
story (skit) of their very own and act it out in front of the class. Their
story can be anything they want but they have to use all the words on their
cards when they perform.

4.

Divide the class into groups of 4-5. Allow them time to talk, create, and
practice.

5.

Allow the students to perform their skit in front of the class.

6.

After all the groups have performed, lead a discussion on the similarities
and differences between the groups' skits.

7.

Read the story "Down by the Bay."

8.

Discuss the similarities and differences between the way the book used the
words and the way the students did in their skits.
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(

fly

tie

whale

en.
Please note: Images on this page were redacted due to copyright concerns.

(

tail

bear

hair

Please note: Images on this page were redacted due to copyright concerns.

(

dragon
·--

-- -

wagon

frog

Please note: Images on this page were redacted due to copyright concerns.

(

hog

boots

roots
Please note: Images on this page were redacted due to copyright concerns.

Pre-Reading Strategy 14: Visual Scaffolding
"Scaffolding refers to special ways adults may elaborate and expand upon
children's early attempts to use language, thereby facilitating effective communication at
a level somewhat beyond the child's actual linguistic capability" (Boyle & Peregoy,
1990,,p. 195). An essentialcharncteristic of a literncy scaffold is the use of whole text in
order to create natural environment for communication. In literacy scaffolds the teacher
can think aloud about a story in a step-by-step process until he/she has reached a
conclusion (Gersten & Dimino, 1989).
Introduction.
Visual scaffolds operate on the same premise as literacy scaffolds. Visual
scaffolds expand and build on language. During visual scaffolding "instruction is
made more understandable by the simultaneous display of drawings and
photographs that allow students to hear English words and connect them to the
visual images being displayed" (Herrell, 2000, p. 216).
Purpose.
Visual scaffolding increases comprehensible input, contextualizes
language, and reduces students' anxiety.
Procedure.
1.

Identify vocabulary in the lesson that can be scaffolded by visual images.

2.

Find drawings/photos that can be used to exemplify the vocabulary words
you have chosen.

3.

Reproduce visuals on a transparency and organize them so they can be
used easily.
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4.

Encourage students to use the pictures to ask or answer questions.

5.

Continue to build the file of visual images and integrate its use throughout
the content of all instruction.

Sample Mini-Lesson Plan:

14.1.

•

Title:

Rain

•

Author:

Robert Kalan

•

Publisher:Morrow, William & Co .

•

Year:

•

Publisher:

•

Year:

•

Summary:

1992
Morrow, William & Co .
1991

Rain is a simple color-concept book that presents a view of

various forms of the weather. The story begins with a blue sky that turns gray
and it begins it to rain. During the story, the rain falls on various colored
items such as the green grass, orange flowers, etc. Rain has a simple
repetitive text that reinforces the vocabulary words sun, sky, clouds, on, and
rain.
•
1.

Procedure:

Find photographs or pictures of a blue sky, yellow sun, white clouds, gray
clouds, rain, road, car, flowers, fence, house, trees, and a rainbow.

2.

Create photocopies and transparencies of all photographs/pictures.

3.

Display pictures and discuss the pictures with students.

4.

Extension:
Have students create simple sentences or a story with the pictures.
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The following clipart graphics can be enlarged to create
overheads/visuals.

Blue Sky

Yellow Sun

White Clouds

Rain

Please note: Images on this page were redacted due to copyright concerns.

(

Car

Flowers

House

Fence

Tree

Rainbow

Please note: Images on this page were redacted due to copyright concerns.

Chapter Five
Summary
Unfortunately, teachers often come to the classroom unprepared to meet the
educational and instructional needs of the English Language Learner student (ELL).
Teachers are often frnstraterl when the RT .T. students in their classrooms seem to be
failing and unreachable. The benefits of comprehension strategy instruction with second
language learners have been identified in the review of the literature. As identified
previously, the students in the author's district would greatly benefit from increased
knowledge of and instrnction in proven comprehension strategies.
The primary areas of reading difficulties for the second language learner have also
been outlined. The need for second language learners to receive comprehension strategy
instruction in order to develop schemata, activate prior knowledge, and develop meaning
for unknown vocabulary has been emphasized in current research. The teaching of prereading comprehension strategies that develop schemata, activate prior knowledge, and
develop meaning for unknown vocabulary aide second language learners in
comprehending the text in which they are engaged.
The handbook created provides teachers with an initial framework of pre-reading
strategies to use with children's literature. After teachers are familiar with the prereading strategies and how best to implement them in the classroom, they can use them
with additional pieces of children's literature. When comfortable, teachers can also
increase the number of pre-reading strategies taught in their classroom.
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Recommendations
In the past, there have been those that subscribe to the traditional definition of
reading which breaks reading into sub-skills, in which comprehension is only one subskill. The holistic definition identifies comprehension as an interactive process between
the reader and the 1:ext. The holistic· definition of reading emphasizing the important of
"making meaning" when reading (Widomski, 1983). This definition asserts that in order
to achieve comprehension of a text many elements must be working together to make
meaning of what has been read. The author has seen daily the development of young
learners as they learn to manipulate the interactive processes that make them successful
readers. This daily observation has convinced the author that comprehension cannot be a
mere sub-skill, but it is the ultimate goal of reading. Thus the author's first
recommendation is that educators review the research on reading comprehension and
their own philosophy of reading. The author challenges educators to question whether
reading has really occurred if comprehension is absent. Subsequently, the author
recommends that educators tailor their reading instruction to align with the holistic
definition of reading (Widomski, 1983).
Also, when instructing students in the use of pre-reading strategies, teachers need
to introduce the strategy utilizing the elements of direct instruction. Students need to
understand why, when, and how they can use the strategy. Students should also be given
ample opportunities to utilize and communicate how they are using a particular strategy.
The author's final recommendation is that teachers remember to maximize the
amount of comprehensible input when introducing and implementing pre-reading

101

strategies. The use of visuals, gestures, and voice inflections all help to increase the
amount of comprehensible input.

Limitations
The handbook created by the author has several limitations. The mini-lessons
outlined in the handbook are tailored to primary students, specifically first grade students.
The activities can be modified for older for students but have been simplified for younger
students. The activities included were also designed to specifically focus on the
children's literature used in the author's district.
An additional limitation is that the author used these activities with second
graders. The author was in the second year of a first/second grade loop. The author was
limited to integrate these pre-reading strategy lessons with second grade students based
upon the current looping situation. The author plans to use these activities with first
graders when she returns to first grade next year. The second grade students were able to
successful complete the activities outlined. The activities were grade appropriate and
were easily modified to challenge the more capable second grade students.
Also an emphasis was placed on pre-reading strategies and all lessons were
limited to pre-reading. Pre-reading strategies were selected in order to address the second
language learners' difficulty in accessing and developing prior knowledge, schemata, and
vocabulary. Thus, during reading and post-reading strategies were not included in the
handbook.
The author does subscribe to the holistic definition of reading. All pre-reading
strategies included were selected based on this definition. Thus, the strategies presented
and lessons created in the handbook reflect only the holistic definition of reading.
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Further Research

(

The author believes that even more research is needed on specific reading
strategies and how they can benefit the English Language Learner student (ELL).
Specific research is sparse regarding the comparison of beneficial strategies. Research
identifying the most beneficial strategies would be very helpful to the classroom teacher.
The author would also like to continue research regarding during and post-reading
strategies that benefit the reading comprehension of ELL students. Students who are able
to apply strategies before, during, and after reading will increase their comprehension of
the text being read.
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